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LIMITED ENGLISH SPEAKING, HANDICAPPED, AND POOR: TRIPLE THREAT
IN CHILDHOOD

Kenyon S. Chan _
\

Mark Lum is five ygars old. He lives with his father, mother,
two sisters, and a brother. Mark's father is an unemployed cook,
and his mother works part-time as a clerk in a small Chinatown
store. Both parents came to the United States ten years ago and
speak no English. Mark is a handsome child but doesn't get along
well with other children. His mother says that he acts like a baby
and doesn't talk very much. His kindergarten teacher says that he
may be emotionally disturbed, but she can't-tell because she
doesn't speak Chinese. Mark is non-English speaking, handicapped,
and economically disadvantaged. What will the educational system

. do with him?

* {

Susie Kim is four years old. Susie lives with her mother,
father, and baby brother. Her family Iimmigrated from Korea when
she was two months old. Her father works-ss a gas statioh
attendant, and her mother sometimes does pliecework for a local

' garment factory. Susie appears to be a happy child and seems to
get along well with everyone. Susie, however, is mentally
retarded. She has not yet leafned any effective communication
system. Susie comes from a non-English speaking,
economically-1imited home, and is handicapped. What kind of -

educational service will she be given? What language should 'she be’

taught?

The complexity of American education grows:.each day. As America
reaches for economic and social equity through education, the

educational system has become inncreasingly sensitive to the myriad of

~Individual differences children presént at the classroom door. We can

no longer satisfy the demand for -education with one curriculum or one
method of education. We have rightly re jected unequal educational
enterprises and have sought social equity for all citizens through

educational innovations,and modifications.

-

During the past'two‘decades, American education has responded to
the inequities faced by disenfranchised groups, which jnclude ethnic
minorities, limited Engiish-sgeaklng citizens, handicapped individuals,

ecohomically disadvantaged citizens, and females.. In response fo the

political‘efforts by many special interest groups and legal precedents

1
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set by court decisions, educational policymakers have designed a number
of programs for social lnterventlon that are aimed at combating
idequities in schools. Title | of the Elementary and Secondary
Education Act of 1965, Public Law 9L4-142--The Education for all
Handicapped Children Act of 1975, and the Bilingual Education Act of -
1968 are landmark federat commitments to the educational development of -
the economically dlsadvantaged, handicapped, and limited or non=English

“ speaking,children, respectlvely fﬁibu separately, each. of these acts |
and related court decisions focus on the problems of particular, -~ [
presumably deflnableiL;arget populations. Each\ act responds to a soclal
“injustice and benef] ‘
suggested that the responses hadi“been rather inept. (Bowles & Gintis,
1974; Epstein, 1977; AIR, 1978) or "misleading (De Lone, 1979; Jencks,
1972). Unfortunately, after ml1lions of dollars and decades of intense
actlvlty, the plights of disenfranchised grdups are not much better than

a particular special interest group. Some have

before.

Many social researchers and policymakers, however, now real ize that.
some soclal lnequltles reflected in our schools are not products of
. single or unldlmenslonal factars, but are lntrlcabﬂy linked by numerous
contributing factors. Many economically dlsadvantaged children)are
limited English-speaking. Many limited English- speaking children or
economically. disadvantaged children may also be mentally retarded or
emotionally disturbed. - None of these three conditions precludes the
others. Thus, the triple threat In childhood--economic poverty, limited

and Ron-English prpflclency, and a handicapping condition--may be among
the great challenges of the 1980s. X
The purpose of thls paper {s to outline the scope of this challenge
and to discuss the impact of the triple threat in childhood on
educational development. Speclal attention is paid to the problem of

Asian ‘and Paclific Americans.
-

n
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Scope of the Problem

.y it Is difficult to detall the precise scope of the problem being
addressed in this paper. 'After an exhaustive see;ch‘of government

4 publications and personal contact with key government data gathering

organizations, it is safe to say that the number of children who face

the trlple threat of poverty, minority language background,~and a

handicap is not known. i

CoL The three most promlnent educatlonal data gathering organizations
ln the government are the Natlonal Center for Educatlonal Statistics
(NCES), the Office for Civil nghts (OCR), and the Bureau of Census.
fES is charged with the task of collecting, analyzing, and -

, dlssemlnatlng'statlstlcs on the conditions of educatlonwln the United
States and other nations. The OCR monitors complaints in the civil
rlghts area Including education. OCR annually conducts the.' Elementary
‘and Secondary School Clvll Rights Survey. The Census Bureau ls not only
responsible for the chennlal Census of Population and Houslng but
regularly reports surveys on,specific toplcs related to the state of the
population. Each of these organizations collects information relevant
to part of our concern but none has examined the interactions among

. these factors. . .

There are at least two reasons why data on triple threat chlldren :
are not available. Flrst, and most simply, federal data gathering
organlzatlons have not been authorized to collect such data. The OCR
has been requested to monitor racial and sex discrimination in the
schools and has Investigated the problem of the over-representatlon of

. cmlnorlty children In programs for handcapped-children. NCES, under |

congresslonal mandate aid in cooperation with the Census, has surveyed*
the number of limited Engllsh-speaklng ‘persons in‘the Unlted States and
has analyzed the characteristics of llmlted English-speaking school-aged
populat jong. Flnally, the Census regularly reports on the general
well-being of the nat kon. Secondary anakysis of Census data has ylelded

»
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social indicators of equality for minorities and women. None of these
organizations, singularly or in combination, have been authorized to

syrvey the intersection of the three variables examined in this paper.

A second difficulty In collecting data on the interséction of
poverty, level of English proflciency, and handicapping conditions comes
from the definitional and conceptual problems inherent’ in each variable.
While researchers and social policymakers use these concepts’ regularly,
it must be recognlzed that definitions of these concepts are qulte
ambiguous and open to social and political influence. A discussion of,

each factor will illustrate the deflnitional problems more clearly.

Limited-English or Non-English Speaking (LES/NES). It is difficult
to determlﬁe the definition and number of LES/NES children in the United
Siates. 'Much research has been devoted to ‘the problem of the agsggsment
of LES/NES children (Oakland, 1977). In fact, many of the companion
papers in this volume directly address the problem of finding and
assessing LES/NES children.- -

' A
The best estimates of language minority: populatlons come ﬂ¥om

surveys conducted by NCES. From Information collected in the 1976

. Survey of income and Education condupted by the U.S. Census Bureau, NCES
estimated the number of persons living in households in which languages
other than English are spoken or those who have mother tongues other
than English. This ‘was defined as a person of aky age . . . whose
usual or second language- is not Er§lish or if over 14 years of age, ‘

" whose mother tongue is other than Engllsh whether or not they usually
speak English' (NCES, 1978b; emphases added). It should be noted that
this ambiguous definition does not'ldcludé any notion of language
proflciency or competence but rather only focuses on whether qr not a
language other than English is heard. Even with these limitations the *

' NCES data provides the best estimates of LES/NES populations.

.o
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_ Estimates of various Aslan American populations and language
statistics can be found in Table 1. These 1976 statistics suggest.that
the majority of Aslan Americans live in non-English speaklng households.
Naturally this varies by Asian ethnic group and reflects the lmmigratlon
history of each group. The percentage of non-English speaking
backgrounds ranges from approxlmately hO percent of Japanese Americans
to 90 percent for the Vietnamese. These populatlonran\‘language
statistics do not reflect the recent word choice of  Indochinese refugees
which may add an additional 250, 000 new residents, most of whom come

from non-EnglIsh speaking backgrounds. , M y

it should be noted that data are not available on Pacific '

Islanders, including Samoans, Hawaiians, Tongans, and those from the -~
Micronesian Trust Territories. The migration of Pacific lslandersﬁtO'
the United States mainland is growing rapidly. It must also be .
recognized that the United States holds legal responsibility for many
Pacific 1sland groups and that these islands (e g., American Samoa and
the Trust Territories of Micronesia) are American protectorates. These
territories must meet™U.S. Educational standards and are eligible for
educationai and other social and governmental services. For the most
part, Pacific Islanders will, more likely than not, ‘come from

non-English speaking backgrounds.

A consideration of the population and language statistics for Asian
American groups suggest that: llmited or non-English proficlency may be a
significant obstacle to equal’ opportunity for these groups. The
absclute number of Asian persons from non-English speaking backgrounds
(1 3 million) would appear. to present social planners with a major
problem.' However, in relative terms, the total Asian Amerlcan
popula&ion makes up less than 1% of the.natlon and therefore is easily

-

ignored.

Poverty. Poverty status Is among the most devastating variables in
American life. Definitions of income and poverty status are
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N o : . TABLE 1. -
SUMMARY OF ASTAN AMERICAN POPULATION AND LANGUAGE STATISTICS |
i (in thousands)

)

" , | e o ' ~ Specific Group . )
| - Asian ’
Item Ancestry ! Japanese Chinese Pilipino Korean Vietnamese
" Estimated Total ' Co .
Population 2,057 e . 620 578 554 | 175 - 129
-J . v . ’ .
U.S. Native, 879 . 454 . 194 186 35 9
Born o (83) 2 (713 (34) (32) (20) . (7)
Foreign 1,179 166 383 364 140 127
Bovn ' . (57) S (27) - (66) _ (66) . ... {(80) e (93)
In Asfan - . - e . _
- Language 1,361 | 245 ‘ 462 397 | 134 116
. Households (66) (40) (80) (72) (77) . (90)
Asian Usual > ' O :
Individual 599 : 88 242 123 | 69 ' 17
Language « . (30) ' (14) | (42) - (22) (40) (60)
~ School-aged z : o ~ . @ -
Persons with 301 40 ! 81 . 103 - . N . 46
Non-English Backgrounds _ | “‘kj

! Sources: 1976 Survéy of Income and Education, U.S. Bureau of the Census and Natfonal . )
Center for Educational Statistics (NCES Bulletins #78B-5 and 79B-12) :

/ 2 Percentages in’ parentheses ’

Note: detalls may not add to tota shown because of rounding




ontroversnal and less than exact (Rose, .1979). Government statistics
generally provide underestlmatlons of poverty levels. Calculations-of
the poverty line are based on an estlmate of the cost of feeding a°
family multiplied by three. The® government assumes that one-third of a
_famlly burden is for food leaving two- thirds for rent, utilities, taxes,
clothes, medicine, and the like (U/S Depa;tment of Health, Educatlon,
and Welfare, 1976) Researchers have criticized this methoo as being a
gross underestifation of the actual cost of living (Rose, 1979). The
food budget fdr poor people is likely to be h|gher than the government"
festlmate and food costs are more likely less than a fourth of the
family's budget rather than a third as calculated by the government
(Rose, 1979). This economic definition ignores social and psychological
costs of~poverty as well. Furthermore, if one were to add the costs for
cultural and ethnic diversity {e. g , ethnic foods; materials, etc. ) and
t osts of any medical and/or psychological serviceés for handicapping
condlt?bns to the détermination of poverty and income levels, the
complexities and impact of~the triple threat become apparent '

Given the Iimitatlons in the offidial’ government definition of

poverty, the population statlstAcs on poverty still reveal the harsh
impact of this social varnable on most minority and LES/NES populatlons
Over 2L4.5 million persons were living at) the poverty level in 1978 (U 5.
Bureau of the Census, 1979). This represents neatly 11. h% of the total
population Poverty status, however, I's not equally or randomly '
distributed across ethnic populations. . In 1978, 8.7% of the White
. population lived in poverty, but 30. 6% of the Black populatlon and 21.6%
of persons of Spanlsh orngln lived in poverty Recent statistics are
not available for Asians and Native American populations.  However, in
1975, 26% of Native Americans Tived in poverty. .Poverty percentages for
.selected Asian groups in 1975 ranged from 6% for Filipinos to 17% for
Chinese (U.S. Commission on Civil Rights, 1978).

- .
L} ’

Table 2 presents comparlsons of income Inequitles and poverty rates

for various ethnic groups. Household per capita lncome is defined as

~.
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. Table 2

/

: Shpial Indicators of lnequitles in

Median Household Income and Poverty Rates

v
- .

AlT .
Head-of -Households

Am. Ind./Alask. Nat.
Blacks
Mexican Am. -

Japanese Am. ‘- -

_Chingse Am. .

.Filipino Am.

Puerto Rican \

Female
Head-of-Households Only

_ \
Am. Ind./Alask. Nat.<7/

Mexican Am.

B.lacks /7

Japanese Am.
Ghinese Am.

Filipino Am.

Puerto Rican

Méjority'meep

Median Household
Per Capita Income

- \
L3 less

48% less,
< 51% less
41% more
113 less
103 less
50% less

70% less
70% less
72% less
"h4g less
59% less
W4g less
7% less
513 less

/7
males

- e o e 0 o e i e et e R P i 8 3 e e

3

Poverty Rates

2.89
3. N
2.67
0.78
1.89
0.67
3.56

3

D 1
5.11
2.44

2.11
2.22
5.uh
2.4

—— A - e wm—

ISource° Social Indlcators of Equality for Mnnorlties and Women,

u.S. Commusslon on Civil Rights, 1978 (1975 data)

o

T3

-

~

2Read as percentage of income more”or less as compared to maJoruty

¥

3Read as X times as likely to be Iiving in poverty as, compared to

' majority headed households °



\ .
the total. available/heusehoid income -divided by the number of household .
members. This is perhaps the .best measure of -actual dollars available
to individyals. Using majority male head of hoysehold families as a
standard, the data in Table 2 indicate that ethnic households, éexcept . o

for Japanese Americans, make-significantly less income than for the - ' \
comparison_group 'The figures for female head- of-household families

»

present an even bleaker picture. . "

a

o

| P‘verty rates for ethnic populations also indncate that most ethnic
groups and all femaie head-of-housgholds have vpoverty rates many*tnmes '
greater’ than ma jority male head-of- household families. Poverty and ‘
income data. for Pacific Islanders (e. gy Hawaiians, Samoans,
Micronesians, etc.) and for recent immigrant groups (e.g., Vietnamese, _
Koreans, Chinese-ethnic Indochinese, and Cubans) could not be found. e

B Informal knowledge of these groups would suggest that they are highly

A4

vulnerable to poverty and low-income status. ‘

] Handicapped. The term ”handicapped” refers to a range of
disabilities. In the. most gﬁneral sense, handicapped children may be iﬁﬁ’
(/defuned as-chlldren who, because of impairment of cognitive, sensory,
‘b' physical and/or heaith functioning, require speclai educationai and

.* related services in order to receive an appropriate “education. This
definition excludes problems due to cultural or economic factors. , T
' : , A
The Office of Special Education (formerly the Bureau for the
Bducation of the ‘Handicapped) estimates that approximateiy B to 12% of
schqol -aged children are handicapped Only 1- 1/22 are so severely
han'icapped that they require fuii time special educationgl services.
The remainder can be educated in regular classrooms at least part time.
Categories of handicapped conditions gan be roughly divided into-
two groups. One group Inctudes sensory and health-related dnsabilities,
such as hard of hearing or deaf, visually handicapped, orthopedically
' handicapped, and the chronically i1l. The second group includes the

.....,:.'...._..4 oy

ﬂﬂ,‘i‘

r1
5
=
K



N R . .. | 2 / : |
. : ‘\ ' »

10
Y
learning handicapped, such as educable mental ly retarded (EMR),
trainable mentally retarded (TMR), seriously_ emotionally disturbed
{SED), specific learning disabilities (SLD),.and speech Impaired THE
learning handlcapped account for nearly 90% of all handicapped chnldren
and are-the most difficult to define and dnagnose The specific

definition and related identification and. assessment procedures for

t

learnlng handicapped chlldren is. quite controversial (Hobbs, 1975). The

Office of Civil Rights refers to this group as judgment categories or

- Y -
categdries in which identification and diagnosis is relatively

subjective and not immune to social bias.

These judgment categorles require great%r subjectlve judgment on

the part of admsnls(rators, teachers, and dnagnostncnans than ""hard"'

. handicapping conditions such as deafness or bl indness (Killialea &

Associates, 1980a). 1t is often noted that ethnic minorities, -

| Qconbmically-éisadvantaged children and LES/NES children are

over-represented in these judgment categories (Hobbs, 1975).
At preseﬁt it is not known what percéntage of . handigapped children
ma9 be LES/NES and/or economically disadvantaged. The 1978 Elementary
{
and Secondary Civil Rights Survey conducted by OCR has provided

estimates of the number of various racnal and ethnic ‘groups in




11 fs
oK particular judgment category programs.. A summary of these data appear.,
) in Table'3 ‘ ' | _ c
. , A
’ According to the data in Table 3,_appro§imately 6.25% of the
nation's chilj!'n barticlpate in programs for either EMR, TMR, SED, SLD,
. or speech impaired. Proportfonatqu, American Indians and Blacks were
sllghély overrepresented while Hispanic, Asians, and Whites are slightly
underrepresented. Examination of the percentages for spec!fic judgment (
categories suggest that the greatest discxepancies appear in the EMR
category, with Black students represent{ng more than two and a‘half

times their expected number.

L

1For a discussion of the integrity and problems in the OCR data,
see Killlalea<and Associates, 1980. The OCR data comes from
self-reports of 6,049 school djstricts and all of the 54,082 schools in
those districts. Particular difficulty was reported in the-special
education data and the yet to be analyzed LES/NES data. Ethnic groups
- ' were estimated by the district employee who filled out the form and were
defined as- follows:
American Indian or Alaskan native: a person having origins in

any of the original peoples of America and who maintain

cultural identification through tribal affiliation or’

community recognition.

Asian or Pacific Islander: a person having origins in any of

the original peoples of the Far East, Southeast Asia, Pacific
*  lslands, or the Indian subcontinent. This area includes, for

example, China, Indonesia, Japan, Korea, the Philippine .-
Islands, and Samoa.

Hispanic: a person of Mexican, Puerto Rican, Cuban, Central or

- South American, or other Spanish culture or origin regardless
of race. o SRS T T e e e s

- Black, not of Hispanic origin: a person having origins In any

of the Black racial groups of Africa. :

White, not of Hispanic origin: a person having origins in any
of the original peoples of Europe, North Africa, or the
Middle East. :

o oe i



CTABLE 3. *
- PERCENTASE oF ETHNIC mnctmmn
"\ IN JUDGMENT CATEGORY SPECTAL EDUCATION PROGRAMS ! -
| /o U | Race/Ettnicity -
: - o ~* American CAsfan - - : -
Item . Yotal Indian Mmerican “ Hispanic Black -, White
- % In Judgment i S g . *_
Cbducable . ° 1.4 R 0.4 = 10 3.4 - 1.0
Mentally Retarded - S o _ - o t
Trainable 0.2 0.2 T - 0.2 0.2 0.4 . 0.2
Hen-tally Retarded ) - ' . o
serfously 0.3 . 0.3 . 0.1 0.3 0.5 0.3
Emotionally Retarded | B _ - - S .
Specific 23 s 1.3 2.6 22 2.3 .
Learning Msab!ed ‘ | . | . - o o |
Speech Impaired 20 18 . ‘1.8 18 w8 20
3TTted or Talented . 1.9 0.8 4.6 1.8 JRRE I IR X I

1 source: 1978 Elementary and Secondary Schools CiviT Rights Survey, Office for Civil Rights

[
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it eppears that Aslans are underrepresented in these special
education programs. Note that the Asian underrepresentation appears
largely in the EMR and LD categories. The reported under-participation
of Aslan,Americans in special education programs c uld be an artifact of
inadequacies in the collection of the OCR data (see footnote), or it
! . could reflect 1) the relatively healthy state of Asian Amkrican
.children, or 2) the under- Zidentification and misdiagnosis of Asian L e h
Amer ican children accompanied by their '‘under-utilization of special -
_programs. If the latter Interpretation proves to be true, it Implles ,
that many Ashan American children with moderate Iearning problems are
not being served. Birman (1979) suggested that this might be the case
for Hispanic populatlons.» Further research into the special educational
needs of Asian American children is required to fully understand the

meaning of these statistics.

Summarz: From the examination various data sdurces it is
impossible to arrive at ah estimate °§ tRe number of triple threat
children in our schools. We know that approximately 6 to 8 percent of
school-aged chlldren participate in special education programs desi
for.one of the Judgment categorles. We know that spproximately 10 6 . o
million Hispanics and 1.3 million Aslans are LES/NES.. Hispanics and o
some Asian groups are more likely to be 1iving in poverty. One could
speculate that those llvlhg in poverty are more likely to be LES/NES and
those who are LES/NE$ are more vulnerabie to being In Special Education .

Judgmeat categories. The data sources, however, are not comparable, and

hard data on triple threat children simply do not exist. While the data Y
'presented,are intriguing, the scope of the problem of tripie threat
" chi)dren remains unknown. * ’
Ya .
Impact of the Triple Threat : . gué s

The demands of schoolling assume that children have ecqulred certain
prerequisite skllls before entering the formal school settlng. Chan and
Rueda (1979) essert ‘that these prerequisite skills, often referred to as

)
1

.
4
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Wehe hidden curriculum,” are ¥cquired in early childhood and Inf[uence‘ |
the general educebility of the Xhild. Educational failure by low- I ncome

and minority children can be blagped, in part, on low educability. The

triple threat in childhood are three factors that inhibit or are in

conflict with development of these rudimentary orientations,

motiyations, and skills presently required by schoolr At least four

- areas of the hldden currlculum can be ldentlfied. These four sreas are: " ”*STI

1) rudimentary cognitive skrils, 2) motivation'to.go to school, 3) - %@;
finite set of "“'student behaviors," and h) command of standard English.

3

' ¢
FIrst, educators assume that children have developed)the o

,_rudlmentary cognitive skllls necessary to succeed in formal educational

tasks. ATthough there are many cognltive and perceptual tasks that one

can develop (Cole & Scribner, 1979), parents may foster| those that are .
requlred in the formal school setting. Left to right orientations,

symbolic abstract ions, reflective conceptusl tempo, and memory of

abstract symbols are examples of cognitive skills that ehlldren are

presuﬁed to have when entering school and which can be promoted by

parents in chlldhood. Parents can sImulate school -like tasks and

" encourage chlldren to explore,’ enalyze, and abstract their environment.

’ !
-

Second, educators assume that children are mot ivated.to go to
sohool and: perform well in school. Educators also assume that children.
are motivated and rewarded by adult praise and are stimulated by
individual accomplishments and lndivldual pride. Prior to school ing,
parents can provide successful learning experiences and may serve as
motivating models. Parents can introduce children to the pleasures of
reading and studylng, and can communicate & posture of posItIve feelings .
toward individual achievement ond indlividual competltlon.
Third, educators assume that childreén enter school with certain .
student behavior. While children may develop many behaviors, they are '
expected to develop a finite set of student-like behaviors before. the o
school experlence ‘begins.- Paying attention to. adults, followlng simple

. " B
¢
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instructions, and beglnnlng and finishing tasks are several rudimentary *

behaviors children are not directly taught in school, but instead are
thought to develop before school. v L

' fourth, even with the rise and Interest in blllnguaf education
"standard English continues to be 8 necessary requirement in sahool.
Educators, rightly-or wrongly, expect children to speak standard
classroom English. Parents can foster the development of precise. and
complex speech by their children. For minority language groups, some

| researching (Gennessee, DeAvlla, Trolke) suggest parents should do thls
in the native language, rather than in Engllsh LES parents may hlnder

a child's cognltlve and linguistic development by using English in the

home. They can also promote verbal expression and verbal abstraction.
Like othet aspects of the hidden currlculum, lack of standard English
ablllty places the child at a grave disadvantage in school. While
language-minority. populations have argued for the right to maintain
théir language and cultures, recent proposed federal regulations for
bilingual education clearly demonstrate the hidden requirement of

standard English in ‘school (Federal Reglster, 1978).

Chlldren faced by the triple threat in childhood are at a distinct
disadvantage in acqulrlng these aspects of the-hidden currnculum. Each
‘threat--poverty, LES/NES status, and- learnlng handlcap--plays a unique
and overlapping effeq on the development of educability.

!

Poverty. Biomedi

poverty are sick more pftén and have more prolonged illnesses (Birch &

al and health_studles lndicate that children in

Gussow, 1970). Childr n from poverty level backgrounds often suffer .
from sub-nutrition whidh is often accompanied by slugglshness and
lnattentlveness (Birch, 1972). Poverty is also associated with .

. restrictions in the soclialization enrivonment (Chan & Rueda, 1979).
Poverty negatlvely affa ts the klnds and samount of information available
to the aoclallzar.( it negatively Influancas the mental health of the

caretaker and restricts {the availability of time and materials necessary

v ek e
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to acquire the hidden curriculum. Families in poverty simply do not
have the money to buy materials, like Books, psper, and pencils, which

ald in the development of rudimentary cognitive skills and motivate the

child to learn. Parents concerned with the pressures of poverty often
do not have the time or knowledge to reward scholarly activities,
practice school-1ike beha@lors-wlth“their children, and develop concise,
abstract standard Eﬁglish;'

-~

LES/NES status. Federal regulations and public school practice

emphasize English llnguage proficiency, a fact which lmmedlately places
limited and non-Epglish spcaklng children in jeopardy. Most obvlously,
limited-English proficlency is In conflict with the standard English

requirement of schooling. This was well documented in Lau v. Nichols

where .the Supreme Court stated ''. . . there was no equality and.-
treatment merely by providing studeﬁts with the same facllitles,
textbooks, teachers, and curriculum; for students who do not understand
English are effectively foreclosed from meaningful education' (Lau v.
Nichols, 1974). The entire bilingual education movement is.bullt on the
requirement of standard English in the school and the real ity of large
numbers of LES/NES children. Yet, It Is not clear If public pol fcy

'considers LES/NES children in conflict with current educational '

standards of cylturally disadvantaged. The development of bllingual

| programs “desTgned to maintain one's native language and culture while

gaining proficiency in English were "developed in recognition of the
cultural bias of the standard English requirement in schoois. This
approach s€eks to diverslfy the hidden curriculum to avoid limiting the
deve lopment of LES/NES children. Bilingual programs aimed at simply

re :

teaching standard English to LES/NES chlldren can be viewed as programs |

aimed at remediating a a disadvantage. Recent proposed bilingual
regulations suggest that the government is operating from the latter
position (see Federal Rggjster, Volume 45, No. 114, July 11, 1980).

LES/NES status Is accompanied by cultural.ﬂtfference as well. In

o 1"
addition to standard Engllsh, culturally diverse LES/NES children will’

e e
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scquiring other aspects of the hiddej curriculum.
n to all groups

' have di}ficulty
e | Cognitlive skills, motivations, and behaviors are ¢
but manifest themselves quite Q|ffer;ntly depending upon the social, .
physical, or economic requirements of a particular setting (Cole &
Brunner} 1971). Conflicts and differences arise when, as in the case of
LES/NES children, leavning styles or motivations required in thely home
~ and culture are different from, or in conflict with, those required by
school. Probiems in performance for LES/NEé-;h{ldreh may be the\proJuct
of language differences and/or a product of conflict of psychological

-,

development In 6Be.setting and, the pre(equ}sltes of school.

x

-

A few examples of cultural conflicts may clar s point.

Different cultural groups have been found to solve co iye problems
.differently or develop unique aspects of their cognitiyvé repertoire
.. (Cole & Scribner, 1974; Ramirez & Castenada, 1974). Some Hispanic and
hslan’groups are motivated by'grpup affiliation and group success
(Gallimore, Boggs & .Jordan, 1974; Ramirez & Castenada, 1974) rather than
. individual achievement in competition. Finally the definitions of
appropriate behavior between children and agults and children and
children dlffer. Observers of Hawailan children, for instance, report
that child-to-chlld interactions are much more salient and importaht
than child-to-adult relations (Gallimore et al.,-1975} Gallimore, Tharp,
§ Speidel, 1973).'-This-confuses many teachers who expect children to
attempt to monitor the adult's behavior and who will often interpret a

v)

child's helping another child as academic cheating rather than
appropriate peer-to-peer relations. Chan and Rueda (1978) outline these

conflicts In greater detall.-

Thus, it is argued that LES/NES status accoﬁpgnied by cultural
diversity influences the acquisition or non-acquisition of the hidden
curriculum in & number of ways. Not only is LES/NES status directly in
confl1;t'wlth the~standafd.£ngllsh requirement of school but
accompanying cuftural differqnces may lnfluehcé the acquisition of other
aspects of the hidden curriculum as well. Attention only to language

b e e s v tame s e s
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proficiency In LES/NES children lgnores the in}ricate*relationship
between language and culture and thus ignores the cuiturai conflicts
between LES/NES children ‘and the schools.

>

. - Learning handicap. Children who-are learning handicapped are by
definition impaired in educabiilty. fn the cognitive and ienguage ’
areas, educable mentally retarded children and treinebie mentaiiy
retarded chlidren will show a consistent pattern of lower cognitive
functioning which preclude normal achlevement. For learning disabled
children the source of the iearnlng probiem_is often only suspected or
is left unknown. The proficiency of learning disabled children In
cognitive and language skills is'iiﬁei§ to be uneven., The emotionally
disturbed child may show Impalrment in cognitive and langauge
functioning caused by the Interference of emotional or behavioral
dysfunctions. ' The speech impaired child by definition will show
impairments in language functioning but may not necessarily show ' '

impairment in cognitive functioning.
/

The cognitive requirements of educability are not the only aspects
of the hidden curriculum affected by learning handicaps. Researchers .

_ are becoming much more aware of the importance of motivational

di fferences in exceptional children. |t appears that some learning

handicapped children acquire an excess{ve feeling of fallure and take no - -

credit for their success (Chan § Keogh, 1974). Some researchers have
also suggested that motivation to achieve in school and Interpretation
of success differ for iearning handicapped children (Chan, 1978).

J

In addition to cognitive and motivational problems, learning !

.handicapped children may have greater difficulty acquiring rudlmentary

social behaviors required not only in schools but also in their
communities as well (Greengpan, 1979; Kitano & Chan, 1978; Rueda & Chan,
1980). It is well known that handicapped children are often rejected
and Isolated from their peers (Greenspan, 1979). Further it has been
argued that poor sociiT‘deveiopment“ieading-to peer rejection negatively

-
.
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influences educability and achievement (Greenspan,\l979; Greenwood,
Walker, & Hops, 1977; Simeonsson, 1978).

It appears that learning handicap status negativeﬂy affects .all
pS aspects of the hidden curriculum. Cognltlve and language areas are of
* ma jor concern. Hnndlcap status”may result ln lower motivation and
difficulty in the acqulsltlon and/or malntenance of social skills as

well. - Co ' _ (

.,dgncluslons

‘] . Taken one ‘at a time we have some understanding of the effects of
- each of the triple threats in childhood. Taken two at a time we know
" something about handicapped chi!dren living In poveriy but virtually
nothing about LES/NES handicapped children or LES/NES children 1ivin in
poverty. Finally, examining all three triple threat variables at one
time, no research studies could be found. - Yet, because of the pressures
of reality, many programs and projects designed for bilingual

handicapped children have come‘lﬁ‘recent years.

Demonstration projects, funded by the Office of Special Education
(formerly the Bureau for the Education of the Handicapped) and Head '
o - Start, have been deyeloped to accommodate handicapped children from
economically disadvantaged backgrounds. Educators have also deveioped
1gssessment'' tools to assess bilingual mentally retarded children S
(Spanish-speaking) (McGarth, no date). Some Title | programs have
» included Spanish-speaking children and handicapped children. Thus, once

‘ again neeessity is the mother of invention.

. o B et By TRg 7 A Y m A bt o ot e T kA g A A L B By L B e s - P - i

Not all Inventlons, however, are effective or beneficial. After
two decades of innovations and lnterventlon, educators are still not LJ
- certain If chlldren are being properly placed into programs or if
programs are narrowing the gap between majority and minority children,
Tools to adequately assess and diagnose problems smong LES/NES chlldﬁen

~
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do not exist. Adequate measures of school progress and achievement for
! minority and Liﬁ/NES children are sti|l under development.

Meanwhile LES/NES children continue to be three times more likely
to be two or more grades below the grade level expected for their age
(NCES, 1978a). Drop out rates for LES/NES children continue to be three
- to four times the rate far Eng)ish-speaking students (NCES, 1978a).
Poverty ratee for minorities continue to be much higher than for
majority group families (U.S. Commission on Civil Rights, 1978).

Unemployment is rising in all groups.
Policy and basic scientific research are desperately needed.

Policy studies must be undertaken that recognize the overlap of social

forces operating In the society. Birman (1979) provides one example of .

this type of study. She Investigated the over lap between Title | and .

P.L. 94-142 (Special Education) programs. She concluded that the " ‘

federal government could encourage more coordination between services

and shouid invest igate how and why some students are selected for one

categorical service over another. Her unique study also provided some

prellminpry information on the triple overlap of Title I, Pel. 94-142,

and progFam for LES/NES -students. She suggested that LES/NES students }

may not be receiving special education services because teachers do not

like to refer children to two “sérvice ‘programs -and -because of

inadequacies in the dIagnostIc procedures employed by school personnel.

Birman raises very interesting questions requiring further research.

, Basic sclentific research Is absd needed In order éb provide sound
foundations for the development of - Intervention projects. Currently,
the effects of beling bilingual on the devefbpment of a Iearnlng
handicapped chlld is unknown.” Can mentally retarded children adequately
learn two langusges? Can Western technlques of psychotherapy be easily
translated into other "languages-dnd_for _nan-Western based ethnic groups?
Preliminary research suggests ‘that translating materials (e g., reading
books, 1.Q. tests, demographlc surveys) from one language to ‘another is

¥
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quite probliZlfic (Brislin, Lonner, & Thorndike, 1973; Mehan, 1974).
Yet translatifig educational material and tests for LES/NES children has

continued almost unchallenged.

Potential topics for policy and basic scientific research on .the

" effects of the triple threat in childhood is limkted only by the

researcher's !maglhatlon) Some potential topics are |isted below; the

K .

reader is encouraged to add to the list.

Social Poljcy and Demographic Studies )

1. A national demographic study Should be authorized to determine
the number of children under the triple threat In childhood.
. Careful attention should be pald to how each aspect of the
triple threat is defined and identified in the survey,

2 Small scale studies of children under the triple threat.in _
~ childhood should be conducted to determine the validity of the
national survey recommended above. . ‘

»
o

‘3, Valldity studies should be conducted examining the various
~ definitions used-to identify language groups, poverty groups,
and handicapping conditions. These validity studies would also
aid in determining the overall validity of nationél surveys. .
. ~ '
4, Demographic studies of small language groups should be*
conducted. Pacific islanders and various Native American
language groups are lignored by government surveys and most
) researchers. Yet, small population-size has never -been an
excuse ‘to deny equal opportunity.

5. The Birmsn (1979) study should .be’ expanded to examine the
triple policy overlap of programs and legislation separately
designed for economically disadvantaged, LES/NES, and :
handicapped children. The outcome of such a study,.could lead
to recommendations regarding funding and the nee r
legislative clarifications. ; .

Récémmendatfohs for.Research Study | ' .

1. Good soclio-psychological and linguistic studies should be
conducted on the impact of LES/NES status on handicapping
conditions. LES/NES status Is more s social and linguistic
fact than a psychological one. -

A

2
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~

2. Assessment and diagnostic procedures should be developed and
validated for LES/NES children who may be mentally retarded,
emotionally disturbed, learning disabled, and who may have
other handicppping conditions. .

3 Studies should be conducted examining the impact of various
social and cultural factors on childhood. Perhaps large scale
studies and ethnographic studies could be designed to examine
the eight. types of children described below. :

Childhood ..  Poverty © LES/NES f’ o
Type lg Status . Status : Handicapped
Type 1. . No bo . " No -
‘\Type 2 Yes No No f
Type 3 ) No | . Yes . | No
Type 4 Yes . Yes - No
Type 5 No - No Yes o
Type 6 ° No . . Yes Yes
Type 7 Yes No Yes
Type 8 : Yes Yes Yes ' ,
a. What is currently known about these eéight types of )
\\ children?.

. b. What are the family characteristics of each type?
c. How is each type .prepared forlschooling?

d. - What natural learning patte}ns develop in the homes and
communities of each type? <: :

" e. How does each type fit or fail to fit with the hidden
curriculum? j i

' £<’/ﬁ;at are the edbcationbl'achievement'capabilitiesvand needs
of each type? - , . C

g. What are. the life outcomes of adults who come from each of
the eight types?

Professional Training .

\ .

. A
1. ‘An assessment of training neqhs of professionals should. be
conducted aimed at determining l' els of competence and need

. for. those working with children r the triple threat in
childhood. - _ ; :
A 1 - '
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2 Teachers, psychologists, social workers, and administrators
should be provided concrete information on the intricate
relationships among social and cultural variables and be
encouraged to develop innovative curriculum ‘and training for
themselves in this area. <

3. Because of the language and cultural’ differences between many
children and their teachers, strong parent/teacher .
relationships should be fostered. Parents and other community
members should be encouraged_to join the school's efforts to k
combat the triple threat in childhood.

L., Peer and cross-aged futorlng may temporarily fill the gap

between number of LES/NES children to be served and language
qualified teachers to serve them.

1 . . . 4
~ > .
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